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Preface

This publication is about indigenous peoples’ own vision of education and
cultural emancipation; a vision challenging all simplistic views either
unilaterally local or uniformly global.

In the preparatory consultation process of the Conference, the
representatives of the indigenous people have made clear that Education For
All could only mean for all and each, individuals and communities, the
opportunity to start learning in and from one’s own culture and context, to
deepen one’s roots and yet, on that basis and as soon as possible, to learn the
official languages, to acquire the skills needed to participate actively in national
economic and political life. The enlargement of the notion of democratization
of adult learning to integrate both the objective of equality and of recognition
of differences has become, through the voices of indigenous people, a central
issue at the Fifth International Conference on Adult Education.

We thank the indigenous representatives for helping us consider afresh the
objective of equal opportunity and to re-root it in plural world where equality
and identity are rediscovered as two apparently contradictory but
fundamentally complementary dimensions of any democratic education
projects. The many questions, that this new vision raises, are here theoretically
and practically documented. They constitute a challenge for all of us: to
promote and celebrate rainbow societies where all will be able to develop her
or his specificity and to dialogue with the many “others”. A new perspective is
thus opened in search of a global solidarity which takes its root in dynamic and
opened local communities.

A special acknowledgment is inserted at the beginning of this publication
to recognize all the partners which have made this project possible and to
express to them the profound gratitude of UNESCO. Personally, I would like
also to thank my colleague, Dr. King, for having initiated at the UNESCO
Institute for Education this communication with indigenous peoples; it is not
only a rich and promising field of research and development, but also, and
perhaps more importantly, one that cries out for international solidarity.

Paul Bélanger,
Director UIE
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INDIGENOUS PEOPLES AND ADULT EDUCATION: A
GROWING CHALLENGE

Rodolfo Stavenhagen

If adult education, in any or all of its many guises, is intended to open the
doors of knowledge, and to widen the cultural and intellectual horizons of
people who either achieve maturity without having had the benefit of full
basic education, or of those who, having been fortunate enough to complete
certain levels of formal schooling, still need or desire to obtain further
learning or training at a later stage in their lives, then surely the over two
hundred million indigenous and tribal peoples who are scattered over the
world should be considered prime targets for adult educational policies.

Having been neglected and marginalized for a long time by official
educational institutions, indigenous and tribal peoples were frequently (and
still are, in some cases) the easy prey of missionary schools and other
private efforts to "civilize" or "assimilate” them. In numerous parts of the
world, in fact, indigenous and tribal education was often the preserve of
religious institutions rather than the charge of governments. Only in recent
decades have states assumed their responsibility to provide educational
facilities for the indigenous, and this not without reticence and hesitation.
Indeed, the issue of indigenous education has become one of the more
controversial issues in the widening debate about the human rights of
indigenous and tribal peoples and their changing relationship with the
nation-state.

The precarious and vulnerable socio-economic situation of indigenous
and tribal peoples, which has been widely documented in recent years,
needs no further elaboration here. Several chapters in this volume speak to
these issues eloquently. Development policies carried out by governments
and multilateral agencies in indigenous and tribal areas, while no doubt
well-intentioned in many instances, have not usually generated the hoped
for well-being of the target populations. On the contrary, ill-conceived
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Rodolfo Stavenhagen

programmes coupled with lack of sensitivity by national and international
bureaucracies to the cultural identities and values of indigenous peoples, as
well as the power of vested economic interests of all kinds, have often led
to disastrous consequences for local communities and their traditional
habitats. These processes are now widely recognized as amounting to the
ethnocide of indigenous and tribal communities, a process that began in the
era of colonialism and continues to this day.

The indigenous problematic is not limited to issues of economic and
human development, as this is usually defined by the United Nations and
specialized agencies. It refers, increasingly, to the relationship between a
nation-state and ethnically distinct peoples who are identified as either
indigenous or tribal and whose cultural identity (including survival and
change) becomes a question of public debate and policy. The evolution of
international human rights in recent years points to the emerging
importance of the field of indigenous rights, and even as the more classic
and traditional approaches to development are being revised, cultural
diversity is recognized increasingly as a positive value to be respected and
pursued, rather than discarded or attacked. In this sense, the draft
Declaration of Indigenous Rights in the UN and the conclusions of the
Vienna Congress on Human Rights in 1993, as well as the activities of the
specialized agencies such as Convention 169 of the ILO and the various
recommendations and resolutions of UNESCO's General Conference,
constitute important pointers and benchmarks in the struggle for the full
recognition of the human rights of indigenous and tribal peoples.

Within this context it has now become necessary to debate the
problems and possibilities of adult education as it relates to the situation of
indigenous peoples. Surely, the next stage in adult education must take into
account the progress that has been made to date in this field, and face the
challenges it poses in the future. For this purpose, UNESCO's Institute of
Education organized an international Seminar on New Perspectives on
Adult Education for Indigenous Peoples, which took place in Oaxaca,
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Mexico, in January 1997. The papers and discussions of this seminar are
rich in their variety of approaches and practical experiences. They point to
the complexities of the issues raised, and to the need for new conceptual
orientations. ' A

One of the more vexing problems to be faced is how the notion of
“adult” is defined in different cultures. Obviously, among the multiple
indigenous cultures of the world the various stages of an individual's
evolution from childhood to senility tend to be defined quite differently
from urban industrial society in which the idea of formal and
institutionalized "adult education" arose originally. Similarly, gender
relations vary from culture to culture, and approaches which might prove
adequate in one environment are quite inappropriate in another. These
issues are raised in the paper by Linda King, the Conference organizer, and
they provide the framework for more specific analyses.

The major indigenous areas covered by the Seminar papers are the
Pacific region, the Circumpolar area and Latin America. If we leave aside
South and Southeast Asia (where the term "indigenous" raises some
controversial political issues), these regions include the majority of the
world's indigenous peoples.

Not surprisingly, despite their cultural and socio-economic diversity,
they share many common features in terms of educational challenges,
particularly as regards the problems and prospects of adult education.

In countries in which indigenous peoples represent a wide array of
linguistic diversity, the cultural rights of indigenous peoples must comprise
linguistic rights, as Utta von Gleich argues in her paper. But this is not -
always implemented without friction, or even recognized officially, because
the acceptance of linguistic diversity may run counter well-established
notions of national unity and territorial integration. It is unlikely that efforts
at promoting adult education will be successful if the issue of linguistic
rights is ignored or neglected.

o
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Rodolfo Stavenhagen

Indigenous peoples suffer from high rates of illiteracy, and there seems
to be general agreement among the Seminar participants that literacy is one
of the fundamental tasks of adult education everywhere. But, of course, the
question remains: which has higher priority, literacy in the country's
national or official language, or literacy in the indigenous vernacular (when,
in many cases, the indigenous language is not traditionally a written one).
These issues are addressed among the Aboriginal population of Australia
as well as the indigenous peoples of Latin America. One of the suggestions
coming out of the Seminar is that adult education among indigenous
peoples must take into consideration the fact that indigenous cultures are
based on oral traditions and knowledge. Some observers have suggested,
in fact, that among the indigenous there is the possibility of actually
"jumping" from a pre-literate to a post-literate environment (ie. the
intensive use of audiovisual media), and that literacy as traditionally
understood may no longer be as indispensable a tool as formerly.

Beyond basic literacy, moreover, adult education among indigenous
peoples faces the issue of contents: should adult education focus on training
and the acquisition of basic skills enabling the young adult population to
face the challenges of the labor market and to "integrate" into mainstream
society? Or should adult education build upon traditional knowledge and
cultural continuity, to enable members of a specific cultural group to
consolidate and develop, as a community, their own contributions to the full
flowering of their cultural personalities? The easy answer would be to say:
both. But in fact, adult education programmes have too frequently taken the
first alternative and neglected the second one. On the other hand, an
idealized approach to local and traditional knowledge could easily become
irrelevant to the day to day challenges faced by indigenous adults - either
as individuals or as communities - in their continuous struggle for survival.
A third alternative might be to offer indigenous peoples the opportunity to
develop their own vision of "the good society", and for the international
community to put at their disposal the means whereby choices can be made
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democratically and respected within the framework of a truly multicultural
education. The problem of choices and priorities is posed in a number of
Latin American experiences in the field of "popular education", as well as
among the Maori people in New Zealand, the Saamis in Norway and the
Inuit in Canada.

The Declaration of Huaxyacac, which was adopted by the participants
at the Seminar, states that adult education must strengthen indigenous
peoples and their communities, and miust be made available in their own
languages and reflect their own cultures and world view. It also calls for
national education systems to include indigenous oriented curricula,
including links to local resources and the strengthening of indigenous
knowledge, skills and identities. At the same time, the Declaration insists
on the need for adult education to adopt an intercultural and transcultural
focus that includes non-indigenous cultures, in order to promote the
harmonious coexistence among cultures within the framework of a truly
democratic society with justice for all.

A challenging agenda indeed for adult education in the twenty-first
century.

=
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PARTI

THE NEW INTERNATIONAL CONTEXT OF ADULT
EDUCATION FOR INDIGENOUS PEOPLES




CHAPTER 1

INDIGENOUS PEOPLES: PROGRESS IN THE
INTERNATIONAL RECOGNITION OF HUMAN RIGHTS AND
THE ROLE OF EDUCATION

Julian Burger

It is summer in Geneva. It is early in the day but the sun is already hot and
bathing the delegates’ lounge in the United Nations European office with
unshaded brightness. Chipped glass coffee tables have been turned into
temporary desks, electrical leads coil from portable computers to floor
sockets, and the first empty coffee cups are stacked on the floor. The early-
morning delegates are not the usual breed. There are no grey suits and ties.
Instead there is a different regalia - the tasseled shirt of the Mohawk
representative, the red woollen tunic of a Saami lawyer, the multi-coloured
ankle-length skirt and top of a Mayan primary health care worker. It is July,
an hour away from the opening of the annual session of the United Nations
Working Group on Indigenous Populations, and there are still plenty of
preparations to complete.

It is now 15 years since the United Nations first opened its doors in a
formal gesture by establishing a working group of its human rights think-
tank of experts, the Sub-Commission on Prevention of Discrimination and
Protection of Minorities. The Working Group on Indigenous Populations,
as it was designated, has grown in size and importance as indigenous
people from around the world learn of its existence. It has stimulated
interest in other parts of the United Nations - those organizations and
agencies dealing with development, environment, health, education and
culture - and today their activities increasingly include these new actors on
the international scene. In something a little over a decade indigenous
peoples have begun to have their voice heard in the world body.
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There are some who say that the problems that indigenous peoples face
today and bring to the attention of the United Nations have deep roots that
stretch down into a five hundred year history of land dispossession,
forcible assimilation and genocide. Others argue that indigenous people are
confronting a menace to their remaining lands and resources in the latter
part of the 20th century as devastating and as unprecedented as the first
wave of European colonialism - a menace that has accelerated with the
rapid growth of demand for timber, minerals, hydroelectric power, farm
land and prairie for cattle, and the precious life blood of the planet, water.
If economic development and globalization of trade has brought
inestimable wealth to many, it has left behind it countless indigenous
victims. They are the people whose forests are stripped, rivers dammed, and
lands torn open by the colossal earthmovers that presage the onslaught of
large-scale mining. Certain indigenous people have designated the upheaval
of their ways of life and cultures as a second colonialism. Discrimination
and disadvantage, displacement and dispossession are familiar descriptions
of the condition of the world’s indigenous peoples at the turn of the
millennium.

It may not seem quite that way in the delegates’ lounge in the United
Nations. There are portable computers and telephones linking
representatives to their offices in Alaska, Rio Branco and the Philippines
Cordillera. There is an easy buzz of languages - English, Spanish and
Russian mainly. And there is a new generation of highly educated
indigenous activist as comfortable arguing their case in a court of law as in
a Minister’s office. But it was not always like that, either in the national
backyard or the international arena. A lot has changed in twenty years and
the United Nations has played its part.

Nothing can illustrate better the newly found status of indigenous
peoples at the international level than the decision by the General Assembly
to proclaim the International Decade of the World’s Indigenous People
(1995 to 2004). For most of the history of the United Nations Organization,
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the concerns of indigenous peoples - their rights and aspirations, the impact
of modern developments on their ways of life and economies, their visions
of the future - were outside its field of vision. For example, it was only in
1995, the year of the launch of the Decade, that the Commission on Human
Rights - the principal intergovernmental human rights body - decided after
half a century of existence that it would include the question of indigenous
issues on its agenda. This may seem like an esoteric even purely symbolic
action but for indigenous peoples active at the United Nations for years it
was an acknowledgment by the world community that indigenous peoples
had rights that merited the full attention of States.

The steps that had led to international recognition of indigenous
concerns and aspirations had been arduous. In 1923, in the days of the
League of Nations representatives of the Iroquois Confederacy had
attempted without success to get their particular status as indigenous
peoples recognized. It was only in the 1970s that the Sub-Commission on
Prevention of Discrimination and Protection of Minorities, one of the
United Nations expert bodies, carried out a Study on discrimination against
indigenous populations which affirmed what had already become clear in
many countries that indigenous peoples faced universal disadvantage and
often were the victims of outrageous human rights violations. In 1977 the
first International NGO Conference on Indigenous Peoples of the Americas
was held in Geneva. A second international NGO conference on indigenous
peoples and land was convened in the same city in 1981. In 1982, in
response to the demonstrable and growing interest and concern, the United
Nations set up the Working Group on Indigenous Populations consisting of
independent experts and open to all representatives of indigenous nations
and peoples.

The Working Group is established to consider the possible elaboration
of standards to protect and promote the human rights of indigenous people
and to review recent developments as well as to make recommendations to
its parent bodies: the Sub-Commission (independent human rights experts)

13
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and the Commission on Human Rights (Governments). It soon became
clear, however, that it would stretch its mandate as broadly as possible as
indigenous people heard about the forum and made every effort to attend.
From its modest beginnings, the Working Group has become one of the
largest annual United Nations gatherings, at least in the human rights area,
and regularly brings together as many as 800 people from around the world.
It has served as a catalyst for virtually every initiative that has taken place
in the United Nations and has provided a forum for people and
communities that would never have an opportunity to share their concerns
and visions of the future.

It has generated studies, seminars, workshops and technical
conferences to broaden international understanding of indigenous concerns
and build consensus for action. A study on treaties, agreements and other
constructive arrangements between States and indigenous populations is
due for completion in August 1997. It has already underlined the
continuing importance of historic treaties in the present-day relationships
between modern Governments and indigenous peoples and will offer
recommendations on how to ensure fair implementation and respect for
future agreements. A study on the protection of the intellectual and cultural
property of indigenous people has pioneered new thinking about how best
to protect the knowledge and cultural productions of indigenous
communities at a time of global obsession of control and commercialization
of knowledge and information. A set of draft principles are on the table at
the Commission of Human Rights. Perhaps most critical of all, the Sub-
Commission has recently made a preliminary review of indigenous land
rights with a view to launching a full study in 1997/8.

In 1985 the first steps were taken towards drafting a declaration on the
rights of indigenous peoples. At the outset the process of drafting was an
unusual one. For the first time in United Nations history an international
instrument was being born with the participation of village leaders, elders,
activists, youth, women and hundreds of indigenous people whose only
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departure from their community was to take part in the Working Group’s
activities. The draft declaration emerged from the experiences of the
victims of human rights violations and the future beneficiaries of any
project which might be placed before Governments. The elaboration of the
draft United Nations declaration on the rights of indigenous peoples, which
was completed in 1993, has certainly been one of the major achievements
of the Working Group on Indigenous Populations.

In 1994, the draft declaration was adopted by the Sub-Commission on
Prevention of Discrimination and Protection of Minorities and submitted
to the Commission on Human Rights. The Commission, composed of 53
Governments, meets for six weeks in the year to monitor human rights
worldwide. It established a working group of its own to review the draft
declaration and set up a procedure for continuing involvement of
indigenous people in the process. The General Assembly has since
requested that the declaration be adopted before the end of the International
Decade in 2004.

The draft declaration at present consists of 45 articles and covers
virtually every concern of indigenous people. It recognizes rights of
indigenous peoples to own, develop, control and use the lands and
territories they traditionally own or occupy. It asserts the right of indigenous
peoples to determine their development priorities and strategies for
development and the right to require that their informed consent be given
prior to the approval of any project affecting their lands. It recognizes rights
to self-determination, autonomy or self-government and a range of potential
Jurisdictions. It also recognizes indigenous peoples rights to recognition of -
full ownership, control and protection of their cultural and intellectual
property. 4

Articles 6 and 7 of the draft declaration prohibit acts of genocide and
ethnocide. Indigenous peoples are to be protected from acts of violence
including the removal of indigenous children from their families and
communities. Any action which has the aim of depriving indigenous
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peoples of their integrity as distinct peoples, or of their cultural values or
ethnic identities is deemed to be an act of ethnocide of cultural genocide.

The declaration when it is finally adopted by the United Nations
General Assembly will not be binding upon States. It will serve, however,
as it has already begun to do, to set a framework for the negotiation
between States and indigenous peoples. It will establish, if it is accepted
without significant substantive changes, for the first time that indigenous
peoples have the same rights as all other peoples without discrimination, in
particular the right to determine their own future development. It will be the
twenty-first century equivalent of the celebrated Papal Bull of the 16th
century that recognized Indians of the Americas as human.

In 1993, the General Assembly proclaimed an International Year and
in 1995 an International Decade of the World's Indigenous People with the
goal of focusing international efforts on improving the conditions of
indigenous people in areas such as human rights, health, education,
development and the environment. The International Decade sets a loose
programme and timetable for change. It includes a recommendation to the
intergovernmental organizations of the United Nations system to contribute,
through projects and programmes developed, implemented and evaluated
in full consultation with indigenous communities and organizations, to
improvements in the well-being of indigenous people in their areas of
competence. Hence UNESCO, the World Health Organization, the
International Labour Organization, the United Nations Development
Programme and many of the other agencies have identified focal points on
indigenous issues and developed specific activities.

The Decade also presents a more general challenge to the Members
States of the United Nations and the institution itself. Since 1993, the
General Assembly has called for consideration to be given to establishing
a permanent forum within the United Nations for indigenous people. The
proposal is broad enough to leave open the questions of its membership,
terms or reference, competences, and the particular role to be played by
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indigenous peoples, but the time frame announced for the realization of the
idea is the Decade itself. Hence before the year 2004, a permanent forum
for indigenous people, in some form or another, should be elaborated,
approved and established as part of the institutional response to and
recognition of indigenous issues.

Such a forum would probably be most warmly welcomed by the
United Nations system as a whole. Since 1992 and the Rio de Janeiro Earth
Summit, indigenous people have been attending high-level international
conferences to make their views known and to demand inclusion in future
programmes of action. In June 1993, indigenous delegations took the floor
in the plenary of the World Conference on Human Rights to call
unanimously for a space in the United Nations where their concemns could
be addressed and acted upon. In practice, as was indicated in a recent report
by the Secretary-General to the General Assembly, the system responds
unevenly to the challenge. Indigenous organizations, with their limited
resources, have been attracted towards international mechanisms where
they consider they can maximize their input. This has led to great interest
in the United Nation’s work on environment-related matters and, in
particular to the 1992 Convention on Biological Diversity which includes
specific provisions in relation to indigenous peoples. On the other hand,
existing established programmes of the United Nations are less well known
to indigenous people and receive less than their full attention. The proposed
forum would be expected to rationalize and strengthen the interaction
between the United Nations system and indigenous peoples.

While indigenous peoples have generally welcomed the United
Nations’ initiative to proclaim a Decade, States have been less universally
enthusiastic. They have not set national targets for increasing the incomes
of indigenous people or improving their health or access to education,
welfare, sanitation, housing or other quantifiable measures by the year
2004. Nor has the Decade inspired national programmes or celebrations.
However, this does not mean that there has not been something of a
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revolution occurring in some countries in relation to indigenous peoples.
The broad international consensus that indigenous people are disadvantaged
has certainly played its part in changing Government policy, in particular
in terms of national legislation recognizing indigenous rights and
specifically rights to land. This is so in the developed countries such as
Australia, Canada or New Zealand as well as in the Latin American region.
The last 20 years, even the past decade, have seen changes in the
Constitutions and major legislation to ensure full recognition of the distinct
identity of indigenous peoples in at least 30 States. Indigenous controlled
territories have been created or re-created including jurisdictions over a
range of political, economic and social areas. In certain countries, such as
Canada or Colombia, the sizes of the lands returned to indigenous control
are significant. The 1991 Constitution of Colombia, for example,
recognizes about 20 per cent of the national territory as indigenous and in
Nicaragua the indigenous peoples of the Atlantic Coast enjoy autonomy and
rights over resources throughout their traditional homelands.

It would not be accurate to suggest that these changes, however
unprecedented, have eliminated centuries of injustice, prejudice and
disadvantage. But no one can compare the situation of indigenous peoples
in the 1960s with their situation today without observing a dramatic

_difference. Most significantly assimilationist governmental policy based on

the notion that indigenous peoples were disappearing in the great
transnational melting pot has experienced a complete reversal towards an
acknowledgment and even appreciation of the diverse cultures that make
up national and global society. Concurrent with this transformation has
been the remarkable changes within indigenous communities themselves.
In some countries the renewed interest among indigenous peoples in their
cultures, languages and histories constitutes a veritable renaissance. It is in
this fundamental transformation of the indigenous world that education has
played a vital catalytic role.

18

l{fC‘ 24

Aruitoxt provided by Eic:



Julian Burger

Education has served as a means of empowerment for many
indigenous people, particularly those who have been most active in national
and international politics. It has been observed that the generation of
indigenous people who re-activated the movement for the self-
determination of their peoples were living in the cities, often following
courses at university, and in daily contact with discrimination. Others have
learned through the practical experience of defending their communities’
rights or trying to improve living conditions of the need to improve skills
in law, accountancy, management, health care or other specialism. The
Special Rapporteur on treaties, Miguel Alfonso Martinez, observes In a
recent report on his visit to New Zealand that one third of the revenue
generated by economic activities resulting from the settlement of two of the
largest indigenous settlements to date is devoted or reinvested in education.
The Nobel Prize Winner, Rigoberta Menchu Tum, has stressed with single-
minded determination that education of the Mayan people of Guatemala is
her principal priority. This is hardly surprising, in a country where two-
thirds of the population are indigenous most of these receive only the
minimum of primary education, few complete their secondary studies and
a handful only make it to university.

Despite the academic successes of a few, indigenous people have been
generally profoundly disadvantaged in terms of access to formal national
education or else havé been largely unsuccessful in completing their
studies. In Canada, for example, where huge funds are available for
education, the recent report of the Royal Commission on Aboriginal
Peoples notes that the majority of indigenous children leave before
completing secondary school and that the gap between Aboriginal and non-
Aboriginal people in terms of high school completion had narrowed only
slightly. (Vol.3 p.440) The report continues by asking why schooling has
continued to be such an alienating experience for Aboriginal children and
youth.
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Part of the answer to the question can be found in the not-so-distant
past. Education has not always been an instrument for promoting
understanding, tolerance and friendship as intended in the Universal
Declaration on Human Rights. In Latin America, particularly in the more
remote areas, many are the children who have been taken from their
traditional learning environment and placed in missionary schools where
they are placed on a forced diet of Christianity and Western values.
Comparatively recently the more extreme fundamentalist schools have been
expelled by certain Latin American Government. In Australia the Human
Rights and Equal Opportunities Commission presented its report on the so-
called stolen generation of indigenous children to Parliament in May 1997,
describing the official policy of taking Aboriginal children forcibly from
their parents and placing them in religious or State schools as genocide. The
report estimates that between 1910 and 1970, the year when the policy
officially stopped, as many as 100,000 children or 25 per cent of families
may have been affected. It was only in the 1960s that Canada finally
stopped its residential school programme which was responsible for taking
children from their families and communities and placing them in
forbidding, alienating and often brutal schools hundreds of miles from their
homes.

_ And for what purpose? The proponents of these educational
programmes were not reticent about declaring their goal. In Australia
~officials called it breeding out the Aboriginal people, teaching the young to
scorn and despise their own culture and even their own close family,
insisting that Aboriginal people were dying out and backward, offering the
option of being second class citizens in the dominant society. The views
and the policies are now history, but the impact and the victims are still part
of the present.

It is this experience of education which may have coloured indigenous
peoples’ own proposals and action. The draft United Nations declaration
on the rights of indigenous peoples, which relied heavily on indigenous
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recommendations and formulation, provides for the right to full access to
all levels and forms of education of the State and the right of indigenous
peoples to establish and control their own educational system and
institutions (article 15). _

The Draft Declaration, drawing on the experience of indigenous
peoples as victims of racism and stereotyping, also established the right to
have the dignity and diversity of their cultures, traditions, histories and
aspirations appropriately reflected in all forms of education and public
information (article 16). The control of their own education establishments
and the revision of national school curricula to include indigenous
perspectives are universally demanded by indigenous people. Indeed
indigenous people have created their own associations of bilingual teachers
to promote indigenous languages, such as those in Mexico, or language
schools like the so-called Maori Language Nests which have spread
throughout Aotearoa/New Zealand and bring together elders with small
groups of children to teach the Maori language and values.

Indigenous peoples have a difficult balancing act to master. There is
no doubt that indigenous people seek greater access to mainstream
education to learn the skills to navigate the 21st century. But such
knowledge is useless without further strengthening the part of their cultures
which makes them unique. The holistic, community based, life-long
education that has been re-established by many indigenous people is alone
capable of developing a new generation of indigenous children able to
profit from the knowledge, values and understandings of both worlds.
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CHAPTER 2

ADULT LEARNING IN THE CONTEXT OF
INDIGENOUS SOCIETIES

Linda King

This paper is concerned with the new context of adult education
internationally and the way in which this relates to the indigenous peoples
of the world and their cultures. I shall explore certain key concepts that cut
across this context and that have to do with definitions of who constitutes
an adult and hence adult education, gender criteria in this concern, the role
of civil society and the so called new actors, and the relationship between
the formal and non- formal sectors in adult education. In the first part of the
paper, therefore, I focus on cross cultural definitions of adulthood and the
problems this poses for the conceptualization of adult education. In the
second part I focus on literacy provision as one of the central concerns of
adult education and discuss the changing concept of literacy in the light of
the new international context of adult education for indigenous peoples.

Cross-cultural definitions of adulthood

There is an initial ambiguity in the notion of adult education that derives
from the culturally conditioned definition of what it means to be an adult
in different societies. Problems in the conceptualization of the subject of
adult education or adult learning as it is now more usually framed, have to
do not only with the diversity of cultures and languages in today's world but
also with the school dominated model of education which has been
prevalent in all national education systems and which is only just and very
slowly beginning to be challenged. Adulthood may be defined not only by
age, as is conventional in Western cultures, but also by citizenship, by
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relation to the school system and inevitably by gender. By the same token
adult education is contingent on these factors.

If we look at the way adult literacy figures are presented for example,
we see that for the international definition as it pertains to literacy, or
conversely illiteracy, adulthood is associated with age and begins at the age
of fifteen. Statistics are calculated on the population over the age of fifteen
which at the same time coincides with the end of secondary schooling, the
compulsory period of education in most industrialized societies. Hence
theoretically one is not deemed to be illiterate and therefore a subject for an
adult literacy programme until one has passed the age in which one could
hypothetically still attend school.

However, to be defined as an adult in terms of citizenship, in a
restricted sense of electoral rights, the age limit is extended and the voting
age in most countries defines adulthood and citizenship concomitant with
the right to vote at the age of eighteen. We might also remember that until
very recently in most countries women were not considered sufficiently
adult to vote and that citizenship in its restricted sense of voting in the
electoral system was considered a characteristic of the male gender. In this
context we might also mention that some indigenous peoples were even
denied the right to vote until recently, either by their inability to read and
write or by virtue of their status in particular societies.

Chronological or biological age however, it goes without saying is not
so important as a marker in many cultures as in the West and adulthood in
many indigenous societies may be categorized less by age than by marriage
and/or entering the reproductive cycle by bearing children. In many
societies, and particularly among many indigenous peoples of the world,
women are married and bearing children at very young ages, often closely
following puberty, with their husbands often being only a few years older.
Indeed the denominator “woman” may only be applied in some societies
after a young woman has born her first child thus marking her entry into
society as a mature member.
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Yet another dimension to the whole issue of the cross cultural
definition of adulthood and hence adult education has to do with the
definition of adulthood in relation to schooling. As Illich pointed out over
20 years ago when he wrote of deschooling society: if there were no age
specific educational institutions, childhood would go out of production.
Conversely, we might add, would adult education. For childhood is closely
linked to the school period and adulthood, as we have already suggested,
to the day when schooling ends. .

In terms of adult education therefore, adults are those who no longer
qualify by age for formal schooling and who, within the state system of
education, are either streamed through literacy programmes if they have not
learned to read and write, or through the equivalent of primary and
secondary schooling for adults. Contradictions immediately arise however:
What about the out of school population? What about the young who never
went to school and who have since an early age formed part of the labor
market and who have even in some cases already begun to bear their own
children? What about the many young people in countries of the developing
world who attend school at a much later age? These questions bear
particular relevance to the context of indigenous populations, where it is
often the case that children attend school at a later age than the national
average or indeed never have the possibility to attend, since they are already
working in their communities of origin or forming part of a migrant labour
force.

We also need to look carefully at the notion of degrees or different
stages of adulthood and examine how culturally specific they may be. In
industrialized societies it is now common to distinguish adult education
from education for the aging and the aged. The category is based on the
notion of adults who have ceased to be economically active and who no
longer have reproductive roles either as individual parents or within the
broader and/or extended family context. It is evident that this is not always
the case, especially within the more traditional sectors of industrialized
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societies, and most definitely not to the majority of the indigenous peoples
of the world, where ageing is seen more as a cuamulative process of acquired
wisdom, and less as a segmented division of stages of economic utility.

A major problem in the notion of common adulthood based on age or
in relation to formal schooling is that it does not take into account the
differently gendered experiences of adulthood. By this I am not only
referring to the marker, as it were, between when someone moves from
being a girl to a woman, or from being a boy to a man, but rather I am
questioning whether in some societies it is at all possible even to talk about
men and women as a common category of adults. This is not to embrace an
extreme form of cultural relativism but rather to point to some of the issues
concerned with a neutral non-gendered definition of adulthood. Gender is
possibly the most complex category involved in defining what we mean by
an adult, for gender has to do with the most intimate and at the same time
most powerful issues of personal and social identity. It has to do not only
with relations between men and women with regard to their sexuality, but
also with the transmission of shared identities across generations, within the
family, and kinship systems, and within and between different societies. It
is crucial to the definition of adulthood and logically to what we understand
by adult education as a force for social change and justice. Moreover it is
possibly the category that is most conditioned by different cultures. So that
while in some cultures women have a symbolically powerful role, in others,
they are subordinate to a dominant masculine mode.

This situation is even more complex in the context of some non-
Western societies where the whole notion of kinship throws Western
discourse on gender into disarray. The common categories of man and
woman conditioned largely by the European model of family relations
quickly disintegrate when other kinship patterns are considered. As
Godelier has asked in a recent consideration of Morgan’s early work on
kinship: “What is paternity in societies in which individuals used the term
‘father’ to designate a whole range of men who may even belong to
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generations younger than their own?” (Godelier, 1996). Furthermore, as in
the case of some matrilineal societies, men may be seen to have no paternity
role, since it is considered that men play no part in the conception of a
child.

The relations between men and women can be vastly different in each
society and each culture therefore, and we should be wary of using the
categories of men, women, and adult on a universal basis, aside from
Western usage of the terms. ’

In indigenous cultures different markers will determine different stages
in the life cycle and will almost inevitably challenge some of the supposed
conventional wisdom of Western society in the definition of adulthood and
consequently, adult education. At the same time, however, proximity to
and participation in national societies invites a mixing of categories and
definitions so that it has now become timely to discuss the nature of adult
education for indigenous populations as distinct from other sectors of
national populations and yet at the same time as an integral part of these.

Literacy and adult education in indigenous societies

I now want to move from a discussion of the subject adult education to the
content and in the context of this discussion, focus on the concept of
literacy in relation to indigenous societies. Literacy has been one of the
central concerns of an adult education which has sought to redress the
deficiencies of the formal system of education through primary schooling.
Indeed, one of the aims of national education systems has been to extend
the written word firstly, through schooling and, when this has failed,
through national literacy programmes. In the case of indigenous
populations, however, this paradigm has made less sense, since many
belong to previously agraphic cultures, where writing has been the
dominant mode of communication of national languages and less so of the
local indigenous languages. Moreover, many literacy programmes directed
at indigenous populations have confused teaching the national or official
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language with teaching adults to read and write. And indeed the whole
provision of education for indigenous populations has in turn been mixed
with projects of national integration aimed basically at transmitting the
national language in terms of a written means of communication.

The utopic creation of the nation state with fixed and immutable
boundaries that could be defended on the basis of national territory
enclosing people who commonly identified themselves with the state, and
who were prepared to defend it at all cost, including their lives, has in the
course of history relied on education to sustain the nationalistic ideal in
future generations. Challenges to national states’ hegemony have been both
internal and external. While external challenges have fixed more commonly
on territorial claims focusing more often than not on access to natural
resources, internal challenges have tended to be related to the question of
alternative identities, most particularly in the case of indigenous and
aboriginal groups. With some notable exceptions, national educational
systems have for the most part either ignored indigenous peoples identities
or made only token gestures towards their inclusion.

Traditionally, moreover, literacy was defined more as a technical skill
to be imparted through national literacy programmes and less as a
communicative process that may have different uses in different cultural
contexts. This is a situation that has profound significance for indigenous
cultures, where literacy in the previously unwritten local languages may
form part of a process of revival and defence of the indigenous culture and
a means towards ethnic unity, but which is, at the same time, a slow and
organic process. Merely teaching people to read and write in the national
or the local language makes little sense if this is not attached to a broader
project of cultural and social development. The deficiency model of the
national literacy campaign has proved to be unsuccessful as one looks time
and time again at the low retention rate of literacy amongst those
participating in national programmes, be they of indigenous origin or not.
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Recently however the notion of literacy as a prerequisite for economic
development, as a technical skill with profound implications for the way
people's thought processes operate, or as a marker between so called literate
and non-literate societies (read civilized vs primitive), has begun to give
way to the discussion of specific literacies and the place of literacy as a
communicative process rather than a technical skill.

Much of the critical thinking on literacy refers to literacy as a dominant
form of communication and conversely to illiteracy as a form of oppression.
As Paulo Freire first framed this notion, he wrote that learning to read and
write is an opportunity for people to know what speaking the word really
means, in other words to learn to use language as a form of self expression.
Those that did not know how to read and write, he suggested, inhabit what
he termed a culture of silence (Freire, 1975).

The concept of silence and muteness with regard to the dominant
culture is one that pervades much thinking on the relation between ethnic
minorities and national states, between the different genders, and in regard
to illiterates living in a world dominated by the written word and
educational qualification.

However what is at issue is-not so much the ability to read and write
as a technical skill, but rather the question of language itself and the way
language is used, in other words, language in its diverse forms as
communicative processes of which literacy forms just one part. Access and
competency within these communicative processes are issues at the core of
the adult education debate. And yet in many societies in the developing
world, and most significantly in many indigenous cultures, literacy is
marginal to the communicative needs of most people. The oral tradition
may be infinitely more complex and more relevant to the particular society's
central concerns and literacy may be perceived as an external addition,
useful but not essential, of symbolic rather than real value.

Much has been written on the relationship between language and
power and indeed most popular education theory now rests on the
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assumption that adults must be educated in their own language and through
their own linguistic expression which in turn comes from their own
experience. While the fundamental assumptions behind these concepts of
experiential learning are indeed still valid, they have to be qualified by
current criticism of this approach which sees it as too limited. For by
focusing exclusively on leamers' experience it has been argued that there
is a danger of simply reinforcing existing knowledge rather than creating
or recreating new ideas. And this is indeed the challenge that faces many
adult education projects in the context of indigenous societies. For if the
societies and cultures of the indigenous peoples of the world are rich in
content, communication and experience, with a strong and creative oral
tradition, then what is possibly to be gained by molding these into some
external system of transmitting knowledge through adult education?

This is not to deny the case for culturally relevant education drawing
on the resources of the particular cultures but rather to argue also for a
broader vision, in which the indigenous point of view can and should enrich
the more global vision. Major issues that face societies in general such as
environmental threats or AIDS prevention to mention just two that cut
across culturally specific notions of knowledge, since they are both issues
thrown up by what we now loosely term the risk society, need the context
of adult education to be explored and resolved. And experiential learning
does not necessarily provide the framework for dealing with broader issues.

The focus on the exclusive relation of literacy with power and hence
empowerment has tended to shift the attention away from the underlying
causes of social injustice and reinforce the dominant ideology with regard
to the worthlessness of the unschooled and the illiterate. As adult educators
we should be constantly aware of how unwittingly we may fall into the trap
of de-qualifying people who are not literate. In research which I carried out
among illiterates in Mexico who had just registered in the national system
of adult education for literacy classes, they variously expressed their
illiteracy in terms of silence. It was common for them to express self-
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exclusion by denying their right or capacity for expression and using their
body as a metaphor for social deformation. They described themselves as
blind, deaf or dumb and on many occasions compared themselves to
animals without the use of speech. Ironically the very system of adult
education which was proposing a solution to their problem, that is, their
illiteracy, was also at the core of its creation, that is the validation and
recognition of literacy as the superior mode of communication (King,
1994).

Indeed there is still a tendency in the official literature on_illiteracy at
both national and international levels to refer to it as some kind of social
disease to be eradicated or eliminated in the same way as malaria or
tuberculosis, further fomenting the notion of the illiterate as socially
diseased. Masculine military language abounds moreover. “Campaigns” are
mounted, there is a “fight spearheaded against illiteracy” seen as the enemy
of civilization. Most of the world’s illiterates today are women, ironically
enough. :
Gender features significantly in the complex interplay between power,
literacy and education and needs to be critically examined. There continues
to be a gender gap between male and female literacy rates internationally
and that widens considerably when one takes into account only indigenous
peoples, where traditionally women have had more restricted access to the
educational system. And there is a significant correlation between women's
poverty and women's illiteracy. According to the Human Development
Report published in 1996 (UNDP) of 1.3 billion people living in poverty,
70 per cent are women. Similarly of the world's population only 17% of -
men are illiterate as compared to 29% of women. In statistics which report
that in Mexico, Guatemala and Peru alone 80% of the poor are of
indigenous origin, although we do not have the exact figures by gender, if
these follow international trends, we would have a situation whereby the
majority of these country's poor are indigenous women without access to
the education system.
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We need as adult educators to be aware of these contradictions and to
understand the symbolic processes through which we may reproduce rather
than resolve inequities. We need also to challenge ourselves as to the new
role that adult education is beginning to play in what we broadly term civil
society. )

This is nowhere more evident than in relation to the indigenous
populations of the world. The imposition of a model of social, cultural and
economic development that has had little to do with the goals and
aspirations of the majority of the world's poor is now being challenged as
communities and whole societies begin to propose alternatives to the
dominant development paradigm. The developing use of writing in many
previously unwritten languages, the revalidation of indigenous cultures and
the central role these are beginning to play on the world's stage where
previously they had been excluded or derided are key features of the new
international civil society which is taking place. Finally, the creation of new
kinds of indigenous organizations concerned with challenging not only
models of economic development, but also political systems which have
consistently excluded them provide a rich possibility for redefining adult
education in the context of indigenous populations.
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CHAPTER 3

LINGUISTIC RIGHTS AND THE ROLE OF INDIGENOUS
LANGUAGES IN ADULT EDUCATION

Utta von Gleich

Introduction

Until quite recently, adult education for indigenous peoples was a marginal
theme among the official concemns regarding educational reform. In Latin
America it was basically limited to literacy courses for indigenous adults as
well as training courses aimed at practical achievements in communal life.
New educational proposals emerged in the eighties. Minimal skills were
taught through different modalities in an intensive elementary school
process. _

At the same time, to a large extent with the support of non-
governmental organizations, indigenous organizations themselves have set
up training courses based on their community needs. However, programme
and project evaluations do not consider the use of indigenous languages in
any of these activities. In general, State institutions assume indigenous
adults are proficient in the official language and, therefore, offer training
courses in the dominant language only. Local indigenous languages are
only used in activities organized by non-governmental organizations or the
indigenous communities themselves, and even then, they tend to be used
mostly by indigenous women. Official guidelines do not favour the use of
indigenous languages in adult education for indigenous peoples. There is
no clear recommendation to reinforce indigenous languages through their
functional use. There is no reflection on bilingual strategies in adult
education and training either.

In addition, responsibility for measures taken by the State regarding
training and professional education is divided among different ministries.
There is a very low degree of coordination among the various social
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services the State offers, most of which do not reach the most marginal
sector of society: indigenous peoples.

In contrast with this kind of education fragmented into specializations,
indigenous communities use holistic conceptions of education based on their
own view of the universe as well as on the socialization phases within their
own culture. The indigenous conception of adulthood does not automatically
coincide with the interpretation of the Western educational system which may
lead to culturally inadequate proposals (see discussion in Linda King’s paper).

In this context, it is understandable that indigenous communities
should claim a greater level of participation in all forms of official
education services and insist on having the right to develop their own
teaching institutions and modalities.

Three facts are new in the claims of the indigenous peoples:

Firstly, they are claiming the right to use and revitalize their own
languages and cultures and at the same time have access to the dominant
languages. Secondly, they are well aware that their oral cultures and
traditions, which still fulfil their community needs, are a world historical
heritage. Thirdly, they acknowledge their insertion into the world as a

~whole and into the corresponding States, and thus claim access to the
knowledge and skills they need in order to participate in public life. They
are thus motivated to participate in democratic societies.

In the pages that follow, I will attempt to analyze to what extent Latin
American governments have legally acknowledged the linguistic and
educational claims of indigenous peoples and then laid the foundations for
strategies for bilingual education in order to avoid indigenous languages
falling out of use in education.

In regards to the term “indigenous peoples”, I am using the definition
found in ILO Convention 169. ‘cultural and political entities with a
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historical trajectory that have a right to self-determination and to have
control over their own political, economic, cultural and linguistic future”

As far as education is concerned, I would like to emphasize on article
27 of Convention 169 which stipulates that education policies must respect
specific needs and incorporate indigenous peoples’ history, knowledge,
value systems and other social, economic and cultural aspirations.
Furthermore, governments should acknowledge the right indigenous
peoples have to establish their own educational institutions so long as they
comply with minimum standards of responsible administration in the field
of education in close consultation with the peoples themselves. They must
also have access to the funds they need. Since many Latin American
countries have ratified Convention 169', there is a favourable situation for
its being applied to adult education for indigenous peoples or for
demanding that it in fact be applied. It is thus necessary to define an explicit
linguistic policy in order to satisfy specific language needs in each country
and to articulate it with education policies.

Language, the human capacity to express thoughts and act (i.e. our
cultural heritage), to categorize them into different languages, document
and transmit them from one generation to another, either orally or in
writing, is a unique human resource. There is a very close link between

! Convention 169 has been ratified by the following Latin

American countries: Mexico (1990), Colombia (1991), Bolivia (1991),
Argentina (national law status), Costa Rica (1993), Paraguay (1993),
Peru (1994), Honduras (1994 - national law status), Guatemala (1996
with amendments), Brazil (under discussion). Brazil, Cuba, Ecuador,
El Salvador, Haiti, Panama and the Dominican Republic are among the
Latin American States that had ratified Convention 107, but have not
yet ratified Convention 169.
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language and culture. From a diachronic perspective, a culture without a
language of its own cannot last long (Woodbury, 1993). To lose the
language that specifically corresponds to a culture, implies setting out on
a process of cultural change which could well lead to its own destruction
or disappearance.

This does not contradict synchronic self-evaluation by individuals who
feel that culturally-speaking they belong to a specific cultural group
although they may not necessarily be proficient in the corresponding
language. These cases may be due to cultural changes, or more often to
cultural domination exerted by majority groups (the well-known processes
of imposed or instigated cultural assimilation). So long as the individual or
group feel the loss, there is still a chance that the language may be revived.

Language, in its various individual expressions is the most essential,
useful and efficient communication tool in education. Without successful
communication, neither young people nor adults can possibly learn in any
educational modality. Successful communication (the notion of
Verstindigung in Habermas) is a challenge leading us straight to the first
point: to analyze the situation of communication within indigenous peoples
in their corresponding States. Who understands who? And who has to and
wants to communicate with whom? How many and which languages are

‘necessary to guarantee successful communication among citizens? I thus
suggest we deal with the linguistic approach to education/training from an
intercultural and democratic communication perspective.

Universal linguistic rights, laws and policies

The recent Universal Declaration of Language Rights signed in Barcelona
in June, 1996 considers the right to the mother tongue as a basic right. In
its article 3, it claims the following rights:

- to learn one’s own language and culture;
- to have access to cultural services; and
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- to equal presence in the mass media of the group’s language and
culture.

Its general principles stipulate as follows:

Article 10:
All language communities are legally equal.

Article 15:
Any language community, within its territory, has a right to use its
own language as an official language.

Article 17.1:
Any language community has a right to obtain all official
documentation in its own language (symbolic value).

Section IT on Education further states:

Article 23:

1.  Education must help promote the language and cultural self-expression
capacity of the territory where it is taught.

2.  Education must help preserve and develop the language spoken by the
community in the territory where it is taught.

Article 24:
All language communities have a right to decide to what extent their
language is to be present as a vehicle language and object of study, at
all levels of education in their territory: pre-school, elementary,
secondary, technical and professional school, university and adult
education system.

Article 25:
All language communities have a right to have access to the human
and material resources they need in order to achieve the desired degree
of presence of their own language at all educational levels in their own
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territory: properly trained teachers, appropriate educational methods,
handbooks, funds for equipment and locations, traditional and
innovative technologies.

Article 26:
All language communities have a right to a form of education which
enables their members to learn the languages linked to their own
cultural tradition, such as sacred or literary languages used in the past
as habitual languages as well as the best command possible of any
other language they wish to learn.

Both the Barcelona Declaration and the Convention 169 in broad
terms guarantee the use of the first language for educational purposes, but,
where can we find guidelines to ensure the systematic teaching of second
and third languages? It is my opinion that the concept of bi- and multi-
lingualism has still not received enough attention. The Declaration mainly
focuses on the protection of community language rights in their own
territory (as first and official languages), but it does not stipulate the right
to learn official languages as second languages in a systematic way, nor
does it consider the rights of individuals or minority language groups
migrating for employment.

Language policies and legislation as an official framework for
language use in education ‘

Any claim for linguistic rights must be based on objective data related to
mono- and multilingual practices and intercultural communication
demands. In other words, it is necessary to have:

- A brief profile of the multilingual level of the education unit that is

being planned (at state, national, social and community level):
geographic presence and distribution of the languages and their
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speakers, type and degree of multilingualism, state and degree of
standardization of the contact languages, development of the written
form, literary documentation, materials to back up the learning
process, such as dictionaries, grammar books, anthologies, literature,
and so on.

To realistically appreciate the use of different languages in education,
we must analyze the language composition of the units of educational
planning, considering the following elements:

- alinguistic profile at a macro level (State multilingualism in global
figures) and at a regional level in order to be able to cooperate with
educational planning (see the two-volume study “Bolivia Plurilingiie”,
1996); and specifically

- the official administration of education. In this case, all the Adult
Education Programmes. The individuals who are in charge of planning
educational programmes for indigenous adults must be evaluated: both
students and teachers, their degree and type of bi- or multilingualism,
as well as the network of non-governmental organizations that offer
adult education, and particularly the participatory representatives of
the indigenous peoples themselves.

Multilingual States usually define or should define the (hierarchical)
official relation between the languages co-existing in their territory in
official documents (constitutions, education laws, etc.). This language
policy is subdivided into two main interdependent activities: First, status
planning and use domains of a language, i.e. normalization and secondly,
corpus planning (standardization, graphication, vocabulary expansion,
modernization, development of the written form, development of a written
literature), i.e. standardization.
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Official languages in Latin America and in most countries of the so-
called Third World are usually stipulated by the Constitution. An official
language is the communication tool a government decrees for all State
issues, both within the country and for the communication with other
States. In countries in which multilingualism is acknowledged, different
languages have been recognized as official languages, i.e. they receive co-
official status. This co-official status often has regional restrictions, in
which case we refer to the principle of territoriality (the new Colombian
Constitution for example, applies this very same principle and in Latin
America, Nicaragua is another key example of complete linguistic and
cultural autonomy).

The first challenge the State faces in language planning is to determine
the status of the languages existing within its territory in a democratic and
participatory way. It is no easy task, as can be appreciated throughout the
history of language conflicts in the world behind which can be found power
conflicts within the State itself.

Several options exist:

- to use all indigenous and colonial languages as both official and
national languages and of course in teaching as well (equality for all);

- to use a packet of languages: one or more indigenous languages
together with one or more exogenous languages (colonial European
languages) as is the case in India, Africa and Asia (complementary
functions);

- to use one of the colonial languages (Spanish or Portuguese) as an
official language, as has been the case in Latin America up to the
eighties (linguistic domination).
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In the second option we would have to analyze constitutional
regulations, i.e. the implementation and social use of constitutional laws.
Education, Public Administration, Law and the Mass Media are the four
language use areas of most importance to the functional conservation and
revitalization of a language (see v. Gleich , 1989, 1994).

Unfortunately we must acknowledge that although the Latin American
democratic constitutions since the eighties do respect language, culture and
ethnic pluralism, regulation takes its time and when application decrees are
not stipulated, the law does not apply.

Considering the main multiple language use sectors, the educational
system constitutes a rather favourable niche for the use of indigenous
languages. Since the sixties, thanks to the UNESCO recommendation to
preferably use the mother tongue in early education, we have seen a
considerable opening up which made the first transition bilingual education
projects possible. In the eighties, these projects became bilingual education
projects facing the challenge of conserving the first language as well as
learning a second one. The nineties have considerably broadened the
challenge to include interculturality and since then most projects have
adopted the name of bilingual intercultural education in order to offer two-
way modalities, i.e., interculturality for all the learners of a country and
bilingualism depending on more specific socio-linguistic needs. However,
we must acknowledge that early or basic education in most countries, at
least in Latin America, did not expand sufficiently to adult education for
youth and least of all to most illiterate indigenous women.

Going back to the term co-officiality, it is perhaps appropriate to look
at the case of the Peruvian 1993 Constitution which stipulates in its article
48: “The official languages are: Spanish as well as Quechua, Aymara and
the other native languages defined by law in the areas where they prevail”.

This law is extremely ambiguous. It lacks a definition of what it
considers as an area: does it refer to a region or an administrative unit? And
what about the other native languages defined by law? Finally, it clearly
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discriminates against minority languages in numerical terms in relation to
Spanish. This contradicts the law of “Equality vis-a-vis the Law” in its
article 2, paragraph 2: “Nobody can be discriminated against because of
their his origins, race, sex, language, religion, opinion, economic condition
or any other reason’.

It also makes it seem as if intercultural bilingual education in itself is
not a challenge but rather a tool to eradicate illiteracy. According to article
17, paragraph 3: ‘The State guarantees the eradication of illiteracy. It also
promotes bilingual and intercultural education depending on the
characteristics of each zone. It preserves the country’s cultural and
linguistic manifestations. It promotes national integration.”

In other Latin American countries diverse situations exist:

In Nicaragua for example, native languages enjoy official regional
status based on the 1980 Autonomy Statute (decree 571 of the revolutionary
government) renewed in 1994 by the language law stipulating ethnic groups
should be educated in their own mother tongue. Colombia (1991, Title 1,
articles 7 and 10) also acknowledges cultural and ethnic pluralism as well
as the territorial co-officiality of its indigenous languages.

In Guatemala however, cultural and linguistic pluralism has yet to be
acknowledged constitutionally. It is to be hoped that the ratification of ILO
Convention 169 will contribute to broaden and deepen the long-lasting
tradition of Mayan-Indigenous education experiences.

In 1992, Mexico made changes to its Constitution which now reads in
Title 1, chapter 1, article 4:

The Mexican nation has a pluricultural composition
originally sustained in its indigenous peoples. The Law will

protect and promote the development of their languages,
cultures, uses, customs, resources, specific forms of social
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organization and will guarantee them effective access to State
Jjurisdiction.

Finally, in its new 1992 constitution, Paraguay also acknowledges the
official nature of Guarani together with Spanish. For basic education it
prescribes the following: Article 140:

Concerning languages: Paraguay is a pluricultural and
bilingual country. Spanish and Guarani are official
languages. The Law is to establish the modalities of use of
each language. Indigenous languages, as well as the
languages of other minorities, are part of the Nation’s
cultural heritage.

Corpus planning is a permanent task of the corresponding linguistic
community and the society/state. Without going into greater details, some
basic questions must be asked:

- Can economically marginal linguistic communities (in this case
indigenous peoples) perform this task? What resources do they have?
What resources do they receive from the State? Do they ‘have
adequate technicians and researchers? What does the constitutional
stipulation “to preserve cultures and languages” imply?

I will not go into detail regarding the complex work of corpus
planning. However, I would like to point out that many projects up to
present have not overcome the phase of designing alphabets or writing
elementary school materials. In spite of the official recognition of many
unified alphabets in Latin America, there is still an unprofessional
ideological interest of certain so-called linguists or people with vested
interests who are causing damage to the standardization processes of
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indigenous languages with a high level of dialectization and are thus
hindering the advancement of their written use. Alphabet design is a rather
simple task for specialists, but it is not that easy for elementary school
teachers or mere native speakers to experiment in this field without
professional technical support. Speakers of oral language should not be
exposed to permanent experiments while they are learning how to read and
write. In addition to an alphabet and a spelling system, it is absolutely
necessary to focus on the development of special terminologies for adult
education and training, dictionaries, consultation books and encyclopedias,
among others. In other words, it is essential to have educational
documentation of indigenous knowledge and their languages.

Language education for indigenous adults in multilingual contexts

Adult education for indigenous peoples moves between two main goals:
successful integration into society as a whole and the preservation of their
cultural roots. In practice, successful integration corresponds to integration
in the job market and should consider the rights of young indigenous people
to work outside the traditional subsistence economy. Transferring this
challenge to education, we arrive at the following strategy: bi- or
multilingualism and interculturality within a labour-oriented curriculum.

However, we must admit that many indigenous people in Latin
America have not reached a satisfactory and balanced level of bilingualism
for their own personal development and who practise a type of
semilingualism (T. Skutnabb Kangas 1976, 1981, 1994).

If we take into account the high levels of school desertion among
indigenous children at an early age, it is not surprising they have no
command over either language. We face a doubly lacking bilingualism: the
use of a variant of the dominant language discriminated with regard to the
standard, together with the use of a variant of the native language, a
standard variant of the indigenous language being very often inexistent.
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Another argument to explain semilingualism is the theory of
interdependence between the development of first and second language
skills (Cummins, 1979) which claims that insufficient curricular
development of the mother tongue (L1) before learning L2 produces a
relatively low level of proficiency in both languages. Thus the claim to
transcend a certain “threshold level” in L1 before introducing a second
language. Otherwise, the student will not be able to mobilize transference
strategies from L1 to L2. It is precisely the economizing strategy to transfer
already learnt skills (reading and writing, linguistic reflexivity, unconscious
notions of grammar) that to a certain extent compensates for the effort to
learn several languages.

The consequences of this phenomenon can be found in adult education
for indigenous peoples. Apparently, adults understand and speak the
dominant language properly, but when they have to learn through written
texts, semantic perception deficiencies as well as other deficiencies which
are difficult to remedy begin to occur.

To sum up, it must be noted that there are differences between
language learning by children, young people and adults. In general, children
learn more easily than adults. But teenagers (from 12 to 15 years of age) go
through a stage of easy learning (excepting native speaker pronunciation)
thanks to their cognitive maturity and to their broad command of their
mother tongue, if they live in stimulating psycho-cultural conditions.
Second language learning by adults also evolves in a rather systematic way
(with well defined grammatical development phases) thanks to innate
language acquisition device (LAD) with an implicational scale. It is,
nevertheless, under the influence of the first language (the so-called
deviations, interferences, spontaneous structural loans in the leaming of a
second language). In planning adult education projects it is essential to
make a language diagnosis of the individual, the group and the village as
well as to respect the aspirations and goals of the linguistic community
itself taking into account the conditions of the surrounding society. The key
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question is: Does the linguistic community really want and need functional
and sustainable bilingualism for all at an oral and written level and are the
implications regarding educational and general social support activities
known?

The opportunity to achieve linguistic re-vitalization does not depend
on legislation, but rather on the attitude of the linguistic community as well
as on language use itself. A favourable linguistic legislation is a necessary
condition but it is not a tool to implement bilingualism in all social sectors.
The attitude towards interculturality of the surrounding society is of course
another psycho-social condition. Bolivian vice-president, V. H. C4rdenas,
was right in demanding “the whole of society show a respectful and
peaceful intercultural attitude ”in his speech at the Indigenous Fund’s first
general assembly in Santa Cruz in 1995.

As far as the establishment of educational goals is concerned, two
main arguments can be identified: educational foundations (successful
academic performance) and cultural-linguistic foundations. A merely
academic recommendation would be to use the language with the widest
level of understanding and command among the students and which is of
greater use for work purposes as the teaching language (vehicle language)
even if it does not always turn out to be an indigenous language. The
second argument is the preservation of cultures and languages which are
either vulnerable or under threat in order to thus reinforce national identity.
Both these goals are not intrinsically contradictory, but they do demand a
curricular- methodology which relates to each group in cultural and
linguistic terms.

Intercultural Bilingual Education Models:

In Latin America, differentiated functional uses, combination of languages
in contact, and level differentiation of the four language skills (speaking,
listening, reading and writing) are almost exclusive of formal education
(elementary and secondary schooling). Multilingual education for
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indigenous adults is still a field to be explored. The learning goals related
to different skills (speaking and understanding, reading and writing) in each
language may vary. Depending on group needs, a large number of
combinations are possible, such as:

a) Use and teaching of the four skills in L1, but in L2 only reading
comprehension for monolinguals in L1 if they are not in contact with
L2 speakers or in case it is a language which is no longer spoken (such
as Latin or classical Yucateco);

b) Use and teaching of the four skills in L1, but only three skills in L2:
listening, speaking and reading (this is recommended for cases in
which there are two different written forms and when there is little
written contact with the L2 group);

¢) The teaching of an indigenous language as an L2 (speaking and
understanding only) as ethnic-cultural language and use and teaching
of the four skills in L1 (for young indigenous people who already use
a dominant language, either Spanish or Portuguese, as their L1 and
want to rediscover their culture through their own language.

Considering the different degrees and levels of bilingualism in adult
education for indigenous peoples, we arrived at a general but flexible
recommendation: to select and promote the most necessary skills of each
language thus respecting the communities’ right to make their own
decisions and at the same time consider time availability for adult education
of those already inserted in the labour market without disregarding the basic
principles of learning and the interdependence of the four skills.

Curricular contents related to culture and age group

As has already been mentioned, adult education is an open field depending
on the needs of the indigenous community. However, two groups can be
differentiated:
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1. All those formal and informal courses/programmes aimed at
reaching the same level as formal basic and secondary education.
These courses are subjected to coordination with official
programmes, although they may be organized by independent
indigenous educational institutions. The curriculum must articulate
the minimum official prerequisites with key contents of the
indigenous culture.

2. All the other programmes, such as life-long learning, continuous
education, civic education in order to disseminate and learn a
citizen’s rights and duties, specific education for women, health
and environmental education, professional courses to improve the
indigenous economy (from leadership formation to training in
marketing systems).

It is only in the last decade that special attention is paid to adult
education for indigenous peoples. It is thus sometimes difficult to get
official understanding, acknowledgment and support for civic, cultural,
labour training and educational activities.

Conclusions

Bilingualism or multilingualism in adult education in bilingual contexts is
a need and an indispensable condition for socio-economic development in
Latin America. Indigenous languages and cultures are thus strengthened.
The fact that a person is proficient in more than one language, increases the
opportunities for social and occupational mobility. Command of a
regional/continental language guarantees and favours intercultural
communication among indigenous peoples as well as international
solidarity. Multilingual curricular design must be based on in situ linguistic
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conditions. It must also be coherent with the educational objectives of the
indigenous communities and the surrounding society.

The oral nature of indigenous languages does not constitute a
barrier to its use as a teaching language. The complementarity of oral
languages with a written system is a cultural change well known to other
cultures. The development of a written literature (written texts) in
traditionally oral languages is a cultural process originating in new
communication needs. It is feasible, but it takes time and requires social
backing apart from financial and legislative support. It is the indigenous
communities themselves who must define the curricular contents of adult
education and training based on the principle of self-government. These
contents must serve to improve living conditions in all aspects.
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PART II

NATIONAL EDUCATION POLICIES AND INDIGENOUS
PEOPLES




CHAPTER 4

YOUTH AND ADULT EDUCATION AND LITERACY FOR
INDIGENOUS PEOPLES IN LATIN AMERICA
Guatemala, Honduras, Ecuador, Peru and Bolivia

Teresa Valiente Catter

Introduction
The importance given to education in general in Latin America is proven
by the different projects and programmes aimed at broadening parameters
in order to include adult education and, within this field, literacy courses of
various types (regular, formal, for children, for adults), levels (primary,
secondary and higher education) and modalities (intercultural education
(IE) and bilingual intercultural education (BIE). During the last 30 years,
literacy courses for youth and adults have been dynamically promoted.
Official and non-governmental organization (NGO) programmes have
contributed to this development with their attempt to respond to the
educational demands of the most marginal sectors through participatory
methodologies, based on humanitarian and educational ways of thinking.
Despite this dynamism, Jose Rivero's words appearing in his book on
adult education in Latin America, Educacion de adultos en América Latina,
(1995): "there is still much to be done", are still valid for all or at least most
of the countries in the continent. Is it because the process is exhausted and
it is necessary to reformulate ideas on adult education in general and
literacy for indigenous youth and adults in particular (the theme of this
article)? Or is it a question of lack of methodology, focus, systematization,
or evaluation of experience, the results of which have not yet been
expressed in a permanent reformulation and subsequent adjustment and
application supporting a sustainable process based on the population's
needs? Various answers can undoubtedly be given. It seems that literacy
campaigns have become a subsidiary of the regular education system. This
would reflect a lack of defined literacy and basic adult education policies
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which take into account their demands and needs, using appropriate
methodologies and materials. We are living in a process of globalization
and of decentralization of responsibilities which runs the risk of covering
up the differences under the cloak of misunderstood consensus.

Rivero's analysis is based on UNESCO/CEPAL's proposals and each
country's response to them with their own priorities and specificities. These
responses try to "ensure universal access to the cultural codes of
modernity, understood as the set of knowledge and skills needed in order
to participate in public life and to unfold in modern society in a productive
way. It is specified that the acquisition of these skills and knowledge can
only be effective through revaluing one's own cultural identity as a starting
point that enables the global advancements of science and technology to
be assimilated in a selective and practical way. [ For this purpose], policies
must be applied in two different fields at the same time. On the one hand,
primary education coverage must be universalized by introducing changes
in the modalities of action in order to promote the learning of the main
skills needed to unfold in society. At the same time, (on the other hand)
specific education and training campaigns must be implemented so as to
ensure that all adults have at least a minimum level of basic skills." (in
Rivero, 1993: 39).

What is the importance of literacy and education for young and adult
indigenous people? Why are they interested in becoming literate? How does
knowing how to read and write benefit them? These are some of the
questions we are asking. Our reflections are based on case studies carried
out in Guatemala, Honduras, Ecuador, Peru and Bolivia. These countries
in which vernacular languages are spoken have developed or are
developing literacy and education programmes for young and adult
indigenous people. Systematizing these experiences will help us to
understand this complex situation, thus committing us to reformulate our
focus on the importance of literacy and education for young and adult
indigenous people as well as its relation with both the national education
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system in general and the area dedicated to vernacular-speaking
populations. These experiences also point to trends regarding formal
education for young and adult indigenous people and particularly in the
field of teacher training for different levels, such as bilingual intercultural
primary school and literacy courses through bilingual intercultural
education. This shows the importance that is being given to training and
specialization, the recognition of which is still pending because of a lack of
clearer policies to formulate and articulate the different levels of the
national system of education. Such is the case of the Mizque "Pedagogical
Colleges" in Cochabamba, Bolivia through the CEDEAGRO programme
(Luykx, et al., 1996: 158-160) in charge of training indigenous women as
bilingual teachers for bilingual intercultural pre-primary and primary
school.

Experience will enable us to reflect on the perspectives of literacy for
young and adult indigenous people within the global context of multilingual
and pluricultural societies. Based on the papers that have been presented,
we ask: Who is in charge of literacy training for young and adult
indigenous people? On what principles is it based?

What projects exist? Who are .the trainers? How are literacy
programmes implemented? What materials are used? What importance is
given to language and culture? What is understood by interculturality? How
are language, participation and gender issues addressed? The concepts of
language and culture are no longer alien to the various literacy programmes
and initiatives that are being developed in the different regions involved in
this seminar. The activities related to literacy and education for young and
adult indigenous peoples constitute an archipelago of initiatives basically
responding to immediate priorities without considering the mid- and long-
term. The articulation with different education forms, levels and modalities
is not considered either. In this context, we do not yet know the effects of
literacy and education for adult indigenous peoples and its relation to
retention and performance of school children, girls and boys.
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A global and differentiated conception of education and literacy
methodologies and purposes for indigenous peoples is still lacking in
bilingual intercultural education (BIE). The case of Guatemala is a good
example. The proposal, however, is more interested in solving the low
levels of school attendance in order to gain admission or even re-admission
to the national school system. It is mainly based on the perception of the
formal school system. In Honduras, indigenous peoples are not addressed
as such but rather are included among all other illiterate populations.
Demands and needs are thus homogenized; another case of misunderstood
consensus. Literacy programmes linked to productive projects run the risk
of being isolated. In Ecuador, for example, no direct relation was found
between literacy and life condition improvement, thus leading to a
reformulation of the function of literacy for adults and a reflection on the
need for greater emphasis on child and youth education (Soto, 1996). In
Guatemala, to mention another example, the National Literacy Committee
(CONALFA in Spanish) considers literacy as a way to join the formal
education system since it aims at assisting a population that is not covered
by formal education. Literacy for young and adult indigenous people is
influenced by this view. The study on Bolivia, from a critical approach,
notes that indigenous literacy is equal to the teaching of Spanish to non-
Spanish speakers since the "projects dedicated to literacy in other
languages (particularly Aymara and Quechua) have not reached more
than 1 or 1.5% of the population” (Herndndez, 1996). Each country
responds to illiteracy differently. Even the way the problem is conceived
varies with changes in education policies. The data produced by the
different case studies also vary in qualitative terms since they are based on
each country's specificity. A complementary study which collects more data
should be undertaken in order to enable a comparative study on which to
base differentiated methodological strategies in the framework of a more
global conception. In Guatemala, the National Literacy Committee
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(CONALFA) is an official institution founded in 1986 and integrated by
the public and private sectors.

Various other NGOs are developing literacy programmes for adults
linked to productive projects. Rural projects include an adult bilingual
intercultural education component. Honduras has a long history of
approaches to adult literacy. There is a national education plan for human
and productive development for young people and adults currently being
implemented by the Secretariat of Public Education. Approximately 70
projects (both educational and productive) are mentioned. Some of the
productive projects include a literacy and adult education variable. The
highest illiteracy rates concentrate in regions with an indigenous
population. However, there is no precise figure either on indigenous
population or on illiteracy. Literacy courses are given in Spanish. In
Ecuador, the Department of Permanent Popular Education of the National
of Bilingual Education Directorate (DINEIB) is in charge of adult
education for indigeous peoples. There is a similar department in each
Provincial Directorate of Bilingual Intercultural Education. In Bolivia, to
speak of adult literacy necessarily implies taking SENALEP's experience
into account. SENALEP is the broadest and most significative State-run
experience in education for young and adult indigenous people. SENALEP
(1983-1993) has been integrated into the National Education Reform's legal
and administrative structure. The Sub-Secretariat of Alternative Education,
a structure which also covers special and permanent education, is in charge
of coordinating literacy and education for adults at a State level. Radio
Schools in Bolivia (ERBOL), a network of cultural radio programmes
specifically aimed at radio education, is one of the strategies presenting
positive aspects such as issues related to mother tongue use (Luykx, etal,,
1996: 25).
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Official programmes versus community projects: language, culture,
participation and gender

How to reduce illiteracy rates is one of the main themes of education
policies in each country. One of the measures taken in order to face the
current economic crisis, however, is to cut social budgets down which has
direct repercussions on a reduction of the share devoted to education, and
particularly education and literacy programmes for indigenous young
people and adults. Likewise, one of the first measures that are taken is to
limit the production and updating of educational materials.

Official programmes
The study on Bolivia states that "no funds, out of the investment being

made in the National Education Reform, are specifically allotted to Adult
Education" (Luykx, et al, 1996: 21-22). Lack of continuity and
sustainability of literacy programmes, one of its clearest consequences, is
therefore not surprising. The disactivation of SENALEP in Bolivia is a
good example of this. But, there are also other elements that must be taken
into account.

Official programmes are basically characterized by aiming at
quantitative coverage with roughly predetermined deadlines. The main
focus is on learning to read and write. In the case of indigenous
populations, official structures tend to see them as illiterate rather than
indigenous people. Literacy in general thus tends to be a reproduction of
formal primary school education for children since it aims at giving
intensive education to those who have not been covered by the formal
system so that the users may eventually continue with their studies within
the formal education structures. This reveals that a global long-term
conception of education is lacking as well as the vulnerability of literacy
vis-a-vis budget and strategic measures. This is clear in the study on
Ecuador which states: "the minimal interest of the previous government
(1992-96) in this national education sector is reflected in the absolute lack
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of updated official figures regarding schooling, desertion rates, grade
repetition and illiteracy at a national level. However, a recent journalistic
publication states that 12% of the male population and 16% of the female
population are illiterate” (Soto, 1996: 3).

In this same context, we can see the opposite situation in which
diversification is considered part of the struggle against poverty and the
acknowledgement of regional specificities regarding language and culture.
In Peru, for example, in 1995, 55 extremely poor provinces with the largest
percentage of illiterate women in their own vernacular language were
prioritized with bilingual intercultural literacy programmes. Within the
framework of the’Education for All’ Programme, the project that
encouraged the female population most and gave them preferential attention
was called ‘Socio-Educational Development and Strengthening of Illiterate
Peasant Indigenous Women’ (Salvatierra Guilledn, 1996: 16). Thanks to
international cooperation, an average of between 15 and 25% of the
illiterate population in the departments with the highest illiteracy rates
(Huancavelica, Apurimac, Ayacucho, Huanuco, Cajamarca, Cusco, the
Amazon and Puno) were provided with literacy programmes.
Unfortunately, there is still no information about the evaluation.

Within the framework of indigenous education in the context of
national education, a pilot adult education project has been initiated in
Honduras with the Chorti and Tolupan people belonging to the departments
of Copén and Ocotepeque (Chort{) as well as in Montafia de la Flor in the
Francisco Moraz4n department (Tolupan). Both projects are based on the
results of a study of needs and claims that confirms the aspirations of these
people to have access to an education modality that may allow them to
preserve their culture and language (recovered in the case of the Chortis).
Another common aspiration is to have a command of reading and writing
in Spanish, considered as strategic importance to strengthen both
organization and community.
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The likelihood of success, however, remains to be seen since adult
education was left out of the Programme to Improve the Quality Levels of
Basic Education (PMCEB) so that a pilot programme devoted to the most
needed indigenous population can be implemented through the National
Education Programme for Native Ethnic Groups in Honduras
(PRONEEAH) with a differentiated cultural approach as well as a gender
approach (Lara Pinto, 1996: 63). In the context of national official
programmes, it should be noted that SENALEP's educational action in
Bolivia was basically addressed to Aymara-, Quechua- and Spanish-
speakers in rural areas. Besides, it was agreed "to give preference to women
since they predominate among the illiterate population" (Luykx, et al.,
1996: 40).

Community projects .

The study on Ecuador is an example of the inconsistent nature of
indigenous participants in projects, whether official or independent. The
latter are initiated by the users themselves and are typically linked to
productive projects. Since 1990, indigenous communities and organizations
have been losing strength in negotiating adult education for indigenous
peoples. This is due not only to the increasing reduction in resources, but
also to the fact that the role literacy plays within the national system is
unclear. A concept of adult education is still missing. Literacy centres are
becoming handicraft workshops in response to this inconsistency that turns
literacy into a means to solve immediate everyday problems with short-term
purposes. This is showing that literacy is far more than a process of learning
how to read and write. It seems that community participation in
programmes proposed by the trainer or outsiders is only relative. However,
it is more active when the community itself is committed or directly
involved in the programme. Whenever the users' demands are not taken into
account, literacy runs the risk of turning into a spontaneous: short-term
proposal. It becomes vulnerable to current fashions and thus disperses
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among isolated projects which are unconnected and unsustainable within
a more global and differentiated social project.

The Education Programme for Women in Honduras (PAEM in
Spanish) specifically aimed at prioritizing women's issues within the
general situation of the peasants in Honduras (Lara Pinto, 1996:25) can be
considered within the context of community projects. Likewise the Support
Project for Guarani Women in Bolivia (PAMG) aims at training and
educating women to participate in the change process at a communal,
regional and national level (Luykx et al., 1996: 138). Community projects
are generally supported by outside sources (NGOs) focusing on grassroots
work. In Bolivia, the Church, for example, plays an important role in
different experiences of adult and youth education linked to agriculture as
well as in women's training and education programmes in rural and urban-
marginal areas.

Such is the case of CETHA, part of the Catholic Church's popular
education experiences, which, through bilingual intercultural literacy
activities (Jisk'a Thaki), prepares the young and adults to become
community educators, prepares agricultural technicians to work at
collection centres and does research (Luykx et al., 1996: 98-99). The
CETHA concept, based on community participation and needs, is an
experience that relates the communal literacy activities with each other as
well as training and educating community members according to the
community's development needs through a programme structured in four
phases or paths: Bilingual Intercultural Literacy - ABI or Jisk'a thaki -,
Intensive Primary Education - EIPA or Taypi thaki -, Intensive
Comprehensive Education- - EISA or Jach'a thaki - and technical
specializations in agriculture, farming, handcrafts and occupations, among
others - Kamana. It is women who mostly follow the first two paths.
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Final Reflections: effects and trends

A process initiated with an approach aimed at incorporation into the formal
national system can be identified at a certain stage of the history of youth
and adult education and literacy in Latin America. Learning to read and
write was considered a pre-condition to integration. This approach still
exists. But, complex linguistic, cultural, economic and social situations are
an increasing challenge to take into account the needs, claims and
specificities of the populations involved in the globalization process we are
facing. The risk of hiding differences under misunderstood consensus is
obvious. Community projects, however, have a very important experience
to contribute with. Their guidelines are based on everyday problems and the
improvement of life quality. Learning to read and write thus becomes
meaningful if itis linked to actual changes in life quality. Therefore, the use
of the mother tongue, culture, communal participation and gender issues
become part of a transversal axis crossing through all programmes. The
activities undertaken can be divided into four blocks: literacy, training,
education, and production of educational materials.

1) Literacy
Concentrating on learning to read and write is the main activity in adult

education. We once again wonder what indigenous peoples gain by
learning to read and write? What use do reading and writing have to
indigenous women? TheAndean Education and Promotion Centre
(CADEP) gives us an answer:"literacy has created a space for encounter
among women (. . . ) that has awakened in them the wish to keep on
learning, to defend their own space, to demand they be allowed to be
present at communal meetings. They even want to learn more in order to
be able to speak ‘properly’ at assemblies, and, as some of the interviewed
women stated, occupy a leadership post” (Portugal, 1996: 17).

The importance of self-esteem and re-appraisal stand out in CADEP's
evaluation of the literacy project for peasant women: “. . the main
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achievement of this project is to have changed women's self-image. . .
(Portocarrero, 1995:51).

2) Training

It refers to:

a) Training teachers for basic subjects: reading, writing and mathematics.
The basic requests are that they belong to the community and be
native speakers of their mother tongue. Their previous education
varies from one place to another since programmes are based on
existing resources. A minimum pre-requisite is to have finished
primary school.

b) Training agriculture, farming and handcraft technicians (carpenters)
who may well be literacy trainers themselves. One of the selection
criteria is to belong to the community or region. Selection takes place
with community participation.

3) Education

Education for young and adult indigenous people does not exist as a special
area in the formal system. It can be said that adult education in general, and
within it literacy, play a secondary role in academic qualification. In
Guatemala, however, the University plays a very important role in literacy
training for indigenous vernacular-speakers. At the Linguistics Institute of
the Rafael Landivar University, literacy and post-literacy programmes for
the indigenous take place within the context of a process of reflection and
linguistic and pedagogic work through research and promotion of
indigenous languages and cultures in Guatemala and the support of national
and international programmes for the creation of materials in Mayan
languages. Academic discussion underlines the importance of the cultural
context for literacy programmes for indigenous populations (Boletin de
Lingiiistica, Nrs. 53, 54 and 57).
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In Bolivia, the Mizque - Cochabamba "Pedagogical Colleges" Project,
belonging to the CEDEAGRO programme, one of the popular education
programmes the Catholic Church, is implemented in rural and urban-
marginal areas and sets forth the need to prepare indigenous teachers for
primary school. This would imply the scope of young and adult indigenous
populations being broadened. The Bachelor's degree in Andean Linguistics
and Bilingual Intercultural Education in Cuenca, Ecuador, the post-
graduate course in Andean Linguistics and Education in Puno, Peru, the
bilingual teacher-training in Iquitos and Yarinacocha (Peru) as well as the
Regional Human Resource Training Programme in different Andean
countries but based in Cochabamba, would have to be taken into account
in this same context.

4) Production of Education Materials
Most projects have produced their own materials or reproduced materials
belonging to other projects. Budget cuts have implied restrictions. Printed
materials for literacy programmes, agro-technical and post-literacy
handbooks are produced. All projects set out to first strengthen self-esteem
and cultural identity. In some projects, "materials started to crop up en
route as a result of interrelations (the contradiction is that). . . indigenous
issues as explicit themes or concerns are lacking" (Portugal, 1996: 9).
Portugal's study of one of the projects being implemented in the Highlands
critically states that: "There is no sign of these ideas (regarding mother
tongue use as well as the importance of a cultural tradition) in textbooks
nor materials used in literacy programmes nor in the testimonies the
participants give. The promoters' diagnoses do not touch on the cultural
theme nor do they acknowledge the obvious prevalence of Aymara in
everyday life” (Portugal, 1996: 13).

Among the limitations and reformulations of this process, we shall
mention some of the trends we have identified as hypotheses:
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b)

c)

d)

€)

A lack of clearly formulated national education policies, including
adult education, results in disarticulation between the different
education levels and modalities which, together with education and
literacy projects for young people and adults, are increasingly
comered into narrower spaces tending to become isolated experiences.
1t is evident that education and literacy projects for young people and
adults are still conceived as teaching Spanish as a second language.
Thus the role indigenous language and culture play is not clear. The
general tendency is to see the illiterate, but not the indigenous, and
even less so if they are in differentiated socio-cultural contexts with
specific needs and demands. The concept of interculturality is unclear.
Literacy programmes mainly define literacy in terms of quantitative
coverage expressed in statistics. Thereby, the greater the coverage, the
lower the budget to be used.

One of the main objectives of education and literacy projects for
young people and adults is to improve the life quality of the
population. This implies qualitative evaluations and follow-up of the
programmes and projects in operation as well as the analysis of the
effect of the mothers and father who have become literate together
with the variable retention/performance ofprimary school students,
boys and girls.

Literacy in general tends to become a reproduction of primary school
for children since it aims at providing intensive education to those
who were not served by the formal education system. Literacy thus
takes on a compensatory nature.

In many projects, trainers lack preparation. In most projects and/or
programmes their qualification as trainers seems insufficient to
guarantee continuity and sustainability. Moreover the personnel tends
to be irregular and unstable.
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CHAPTER 5

THE EDUCATIONAL REALITY OF THE INDIGENOUS
PEOPLES OF THE MESOAMERICAN REGION'

Vilma Duque

In 1994, the Rigoberta Menchi Tum Foundation signed an educational
agreement with the United Nations Education, Science and Culture
Organization (UNESCO) aimed at implementing educational programmes
and projects with the indigenous peoples of the Meso-American region.
Within this context, the need was felt to undertake research into the
endogenous educational experiences of Indigenous Peoples and the relation
between exogenous education and its effects on the community's social,
economic, and cultural development. Endogenous education is understood
as the traditional way of transmitting knowledge and of developing useful
skills based on the family and community environments, -whereas
exogenous education is the education offered through formal, non-formal
and informal education services.

As a first step towards designing specific strategies responding to the
challenges set forth in this agreement, the Rigoberta Menchi Tum
Foundation, in coordination with regional institutions and organizations
with common interests?, is making a diagnosis of the educational reality of

! This paper was presented at the Seminar in Oaxaca by Rigoberto

Vasquez Gonzales

2 Among these organizations are universities such as
CESMECA/UNICACH and UNACH from Chiapas, Mexico, the
University Landivar and San Carlos of Guatemala, the University
URACCAN of Nicaragua. Among the non-governmental organizations
the following ones are cooperating: Kichin Kojonel, Sociedad el
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the indigenous peoples and other native peoples of the Highlands of
Chiapas (Mexico), Guatemala, Belize, El Salvador, Honduras and the
Caribbean Coast of Nicaragua (DIREPI in Spanish). The aim of this
diagnosis is to find out how different educational programmes operating in
the areas inhabited by indigenous peoples are implemented, and to identify
the education needs of the indigenous and Garifuna peoples through a
wide-scale process of consultation.

The countries in this area are characterized by a permanent increase
in poverty levels basically due to the impact of the economic readjustment
policies as well as to the internal wars that have affected the region.
Between 1989 and 1994, poverty increased from 66% to 80% in
Guatemala.

El Salvador, Honduras and Nicaragua showed similar trends. More
than 12 million people live in abject poverty in the territory covered by this
diagnosis.

The educational situation in these countries presents complex
problems derived from these same structural dynamics. Illiteracy rates vary
between 30% in Chiapas, 44% in Guatemala, 25% in Honduras and El
Salvador and 22% in Nicaragua. Educational problems reveal problems of
internal efficiency since under 43% of the students enrolled for the first
year in the region conclude their elementary studies. Although these figures
represent a great challenge for the regional governments, the educational
situation of the indigenous peoples turns out to be even more critical since
illiteracy reaches between 50 and 66% of the adult population. More than
half of the indigenous adults of the aforementioned region lack education
of any kind.

Adelanto, Cecma in Guatemala, Kekchi Belize, Conpa in Honduras and
Rais in El Salvador.
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The geographic region covered by the diagnosis comprises two wide
geographic areas. The former comprises the mesoamerican Mayan region
covering the Chiapas Highlands of Mexico, Guatemala, Belize, El Salvador
and Western Honduras. The other region is constituted by the Caribbean
Coast of Nicaragua inhabited by indigenous peoples and other native
peoples.

The area covered by the study has a multilingual and pluricultural
dimension with 36 indigenous groups, most of whom speak Mayan and
Misumalpana languages and a population of Mestizo, Afro-Caribbean and
foreign origins. Based on available data, it is estimated that the indigenous
population of this area is higher than 6.5 million people most of whom live
in rural areas.

Within the context of preparing for the diagnostic research, five
problems shared by exogenous educational processes that will be studied
in the different countries to be consulted were defined. These issues were
raised by professionals and theoreticians involved in education and will be
a guideline to analyse practice. The following are found among the
identified problems:

Limited implementation of bilingual education.

Inadequate curricular contents of the school programmes.

Problems related to current educational practices.

Splits between the educational system and the community.

Limited access to secondary and higher education as well as
extracurricular education in rural indigenous areas.

ARl adl S i

1. Limited implementation of bilingual education

Bilingual education is understood as an educational programme in which
teaching takes place in two different languages. In the Latin American
context, this usually implies the use of the national or dominating language
and an indigenous language. This method was originally set forth within the
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framework of indigenous policies as an effective way of integrating
indigenous people into the national social project.

Formal education in Latin American indigenous areas has developed
according to the assimilationist model which postulates cultural and
linguistic homogeneity as a prerequisite to construct national identity and
social progress. Schools have therefore been in charge of incorporating
indigenous people to "civilised" society through the direct method of
teaching Spanish in which teaching is done exclusively in Spanish.
Education sciences have defined these programmes as immersion
programmes. This method has yielded very poor results.

The first bilingual education programmes implanted in the region
during the last 30 years take advantage of the mother tongue (L1) during
the first school years to teach indigenous students how to read and write as
well as how to speak Spanish. Once this stage was concluded, the
indigenous language was no longer used and the children would receive the
rest of their education in Spanish (L2). This transition model aimed at
finally implementing monolingual education in the official domi